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Resumen
Se establecieron las evidencias de validez y confiabilidad de la adaptación del cuestionario MOSS-SAST (Ahmed, 1999) 
para medir el manejo de la vergüenza en adolescentes ante situaciones de agresión hacia los pares. El estudio se realizó en 
una muestra de estudiantes de escuelas secundarias públicas (N= 700) ubicadas en un municipio de un estado del noroeste 
de México. Los resultados permitieron obtener un modelo de medición empíricamente sustentable formado por nueve ítems 
agrupados en dos factores: Reconocimiento y Desplazamiento (c2 = 5.16, p= 0.27; CMIN= 1.29; GFI= .98; CFI= .99; NFI= 
.97; RMSEA= .05). El instrumento cuenta con evidencias de validez de criterio, ya que establece la diferencia en los factores 
de reconocimiento (t= 3.49, gl= 137, p< .001) y desplazamiento (t= 3.63, gl= 137, p< .001) en subgrupos de estudiantes con 
y sin reportes de bullying. Se concluyó que los resultados fortalecen la estructura factorial original de la escala y muestran su 
utilidad, tanto en la indagación de emociones relacionadas con el del desarrollo moral, como en la identificación de estudiantes 
involucrados como agresores en situaciones de bullying.
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PSYCHOMETRIC PROPERTIES OF A SCALE TO MEASURE SHAME 
MANAGEMENT IN ADOLESCENTS (MOSS-SAST)
Abstract
This paper aimed to establish evidence of validity and reliability of the adapted version of the MOSS-SAST questionnaire 
(Ahmed, 1999) to measure shame management in adolescents in situations of aggression toward peers. The study was 
conducted with a sample of 700 students from public secondary schools (N= 700) located in a northwestern state municipality 
of Mexico. Results enabled to obtain an empirically sustainable measuring model formed by two factors: Acknowledgment 
and Displacement (X2 = 5.16, p= 0.27; CMIN= 1.29; GFI= .98; CFI= .99; NFI= .97; RMSEA= .05). Evidence was obtained 
to show that the instrument has criterion validity since it is capable to differentiate between subgroups of students with and 
without reports of bullying in both factors, Acknowledgment (t= 3.49, gl= 137, p< .001) and Displacement (t= 3.63, gl= 137, 
p< .001). It was concluded that the results strengthen the original factorial structure of the scale and show the usefulness of 
the same, both for inquiring about emotions related to moral development and for identifying students involved as aggressors 
in bullying situations.
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PROPRIEDADES PSICOMÉTRICAS DE UMA ESCALA PARA MEDIR A GESTÃO  
DA VERGONHA EM ADOLESCENTES (MOSS-SAST)
Resumo
Foram estabelecidas as evidências de validade e confiabilidade da adaptação do Questionário MOSS-SAST (Ahmed, 1999) 
para medir a gestão da vergonha em adolescentes ante situações de agressão contra os pares. O estudo foi realizado com 
uma amostra de estudantes do ensino fundamental e médio (N=700) de um município do noroeste do México. Os resultados 
permitiram obter um modelo de medição empiricamente sustentável, formado por nove itens agrupados em dois fatores: 
reconhecimento e deslocamento (c2 = 5.16, p= 0.27; CMIN= 1.29; GFI= .98; CFI= .99; NFI= .97; RMSEA= .05). O instrumento 
conta com evidências de validade de critério já que estabelece a diferença nos fatores de reconhecimento (t= 3.49, gl= 137, 
p< .001) e deslocamento (t= 3.63, gl= 137, p< .001) em subgrupos de estudantes com e sem relatos de bullying. Conclui-se 
que os resultados fortalecem a estrutura fatorial original da escala e mostram sua utilidade, tanto na indagação de emoções 
relacionadas com o desenvolvimento moral quanto na identificação de estudantes envolvidos como agressores em situações 
de bullying.
Palavras-chave: psicometria, vergonha, bullying, adolescentes.
INTRODUCTION
School violence includes acts that are carried out 
consciously to impose or obtain something by force and 
causing damage to the various actors of the educational 
process. Bullying, undoubtedly the most serious form of 
violence among peers, is characterized by being syste-
matic, by having a specific intention to inflict physical 
and / or emotional harm, by its relational character and 
by the power differences between aggressor and victim 
(Olweus, 1993; Swearer, Espelage, & Napolitano, 2009). 
This form of violence is a phenomenon long time present 
worldwide, as demonstrated by studies in various countries 
and geographical regions (Blaya, Debardieux, Del Rey, & 
Ortega, 2006; Eljach, 2011; Ortega, Sánchez, Ortega, Del 
Rey, & Genebat, 2005; Raviv et al., 2001; Robers, Zhang, 
Truman, & Snyder, 2012). In Mexico, the situation is not 
different from what has been internationally reported, 
since research accounts for the existence of situations of 
violence in Mexican schools (Castillo & Pacheco, 2008; 
Haro, García, & Reidl, 2013; Instituto Nacional para 
la Evaluación de la Educación [INEE], 2007; Valdés, 
Carlos, & Torres, 2012; Vázquez, Villanueva, Rizo, & 
Ramos, 2005).
This form of violence affects the functioning of edu-
cational institutions and has an adverse effect on school 
social climate, since it is associated with a decrease in the 
quality of student learning (Allen, 2010; Collie, Shapka, 
& Perry, 2011; Organización de las Naciones Unidas para 
la Educación, la Ciencia y la Cultura [UNESCO]/Labo-
ratorio Latinoamericano de Evaluación de la Calidad de 
la Educación [LLECE], 2012; Román & Murrillo, 2011). 
Bullying, by damaging coexistence and normalizing vio-
lence as a natural form of relationship between students, 
affects the ultimate goal of schools, which is the formation 
of citizens with the skills and values that enable them to 
live in democratic societies (Ortega, 2010).
As the different forms of violence, bullying is a complex 
phenomenon that must be addressed in an ecological way 
by the fact that the variables related to it are located both 
in individuals and in diverse family, school and commu-
nity settings where these are developed (Coloroso, 2004; 
Kochenderfer-Ladd, Ladd, & Kochel, 2009; Postigo, 
González, Montoya, & Ordóñez, 2013).
Within this complexity, one line that has proved fruitful 
in the study of bullying is that relating to the management 
of emotions in aggressors and victims, in respect of which 
they have addressed issues such as empathy (Eisenberg, 
Eggum, & Di Giunta, 2010; Jolliffe & Farrington, 2007), 
moral regulation (Perren, Gutzwiller-Helfenfinger, Malti, 
& Hymel, 2012; Tangney, Stuewig, & Mashek, 2007), 
emotional self-control (Tangney, Baumeister, & Boone, 
2004) and management of shame and guilt for offenses 
committed against others (Ahmed & Braithwaite, 2004; 
Gilligan, 1996).
It is precisely the management of shame in situations 
of bullying, the aspect related to the topic of interest in this 
study. The research is part of the line of work that studies 
the individual’s consciousness about emotions related to 
compliance or otherwise of social norms that are accepted 
in a given context (Lemerise & Arsenio, 2000; Lewis, 1992; 
Menesini & Camodeca, 2008; Morrison, 2006).
Shame is an emotion that has proven to have an important 
role in the regulation of moral conduct, particularly in the 
relationship and responsibility toward others (Scheff, 1995; 
Tangney et al., 2007; Totfi & Farrington, 2008). 
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When the experience of shame is associated by the 
individual with the recognition that their conduct violates 
ethical values that are part of their moral identity, feelings 
of guilt are experienced which favor serious efforts not 
to repeat such behavior and action is taken to repair the 
damage (Arsenio, 2014; Braithwaite & Braithwaite, 2001; 
Harris, 2001; Menesini & Camodeca, 2008; Tagney, 1995).
Individuals can either displace or acknowledge the 
shame that arises when others witness their conducts 
violating their own ethical identity (Braithwaite, 1989; 
Pontzer, 2009). Displacement of shame means avoiding 
negative experiences associated with this emotion by 
attributing blame to others. This is socially maladaptive 
because it increases the likelihood of negative behavior 
to be repeated (Ahmed & Braithwaite, 2004; Scheff & 
Retzinger, 2002).
On the other side, acknowledgment of shame presup-
poses acceptance that the conduct is wrong and socially 
undesirable. Such strategy is socially effective as it helps 
to maintain healthy interpersonal relationships associated 
with a desire to repair the error and decreases the like-
lihood that the individual will again engage in similar 
situations (Haro et al., 2013; Menesini et al., 2003; Ttofi 
& Farrington, 2008). Acknowledgment, forgiveness and 
reconciliation, together, play an important role in the 
implementation of restorative justice, which has shown 
its value in preventing bullying (Ahmed & Braithwaite, 
2006; Morrison, 2006).
This illustrates the importance of studying the ways of 
managing shame in situations of aggression among peers, 
in order to broaden the understanding of the bullying phe-
nomenon and thus being in a better condition to develop 
strategies that promote coexistence in schools. To work 
effectively with this construct, instruments providing valid 
and reliable information are needed. Despite the undeniable 
value that the study of shame management has on the the-
me of bullying and the need for quality information about 
this construct, no published studies were found in Latin 
America, particularly in Mexico, regarding the analysis 
of psychometric properties of an instrument for measuring 
the management of shame among adolescent students. To 
address this deficiency, the present study aimed to determine 
the validity and reliability of an adaptation, for Mexican 
adolescents, of the questionnaire developed by Ahmed (1999) 
to measure the “State of shame – Shame Acknowledgment 
and Shame Displacement” (MOSS-SAST).
The study hypothesized that adaptation of the instrument 
has reliability and validity evidence strong enough to be 
considered as an empirically supported model for measuring 
shame management in Mexican adolescents.
METHOD
Participants
700 students from eight public high schools in a mu-
nicipality of the state of Sonora, located in Northwestern 
Mexico, were selected by non-probability sampling during 
the months of January to May 2014. Of these, 45.5% were 
male and 54.5% female; also, 34.8% were enrolled in first 
grade, 37.9% in second grade and 27.3% in third grade.
The total sample was randomly divided into two sub-
samples of 350 each, in order to perform the exploratory 
factor analysis and then a confirmatory test with various 
samples of students.
Instrument
The questionnaire prepared by Ahmed (1999) was used 
to measure the “State of shame – Shame Acknowledgment 
and Shame Displacement”. This instrument consists of 
eight scenes with 10 possible response options of which five 
indicate acknowledgment of shame (e.g. You feel ashamed 
of yourself) and the other five, displacement of shame (e.g. 
You feel annoyed with others for what happened).
The instructions asked the students to imagine they 
were in the scenes described and then requested them to 
express the feelings generated by them. This instrument 
was answered with a dichotomous scale Yes or No, by 
which the presence or absence of an identified feeling was 
indicated.To carry out the adaptation of the instrument, the 
purpose was to find people with extensive English langua-
ge proficiency and experience in the field of Psychology 
to perform the translation. Subsequently, the instrument 
with the relevant instructions was sent to 10 experts on 
the subject. The judges were asked to assess the scenes 
according to the following characteristics: (a) represent the 
population under study, (b) show different types of abuse, 
(c) be familiar to the participants of the study and (d) be 
possible provocateurs of shame (Ahmed, 1999).
As a result of the content validity in the amended version, 
three scenes proposed by the author were removed due to 
the consistency in the responses of the experts regarding 
that they were unrepresentative of the sample of students 
with whom the study would be conducted. An example 
of the deleted scenes is the following: Imagine you’re in 
school and you see a younger student, you take the sweet 
off his hands and the teacher sees what you did.
In the end, the scale was made up of six scenes. Based 
on content analysis, another scene was added to the other 
five that remained in the original version. This was decided 
to represent a situation of cyberbullying, aspect that is 
not covered in the original instrument but that the experts 
suggested, given the frequency with which this type of ag-
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gression is reported in Mexican students (Del Río, Bringue, 
Sádaba, & González, 2009; Lucio, 2009; Valdés, Carlos, 
Tanori, & Wendlandt, 2014; Vega, González, & Quintero, 
2013; Velázquez, 2009).
With regard to the response options for each scene, the 
original ten given by the author were preserved. However, the 
original dichotomous scale was replaced by another one, Likert 
type, with five response options ranging from 1 (Never) to 5 
(Always) to generate greater representativeness and variability 
in students’ responses. It’s worthy to highlight that this latter 
type of scale was used in an adaptation of the instrument made 
in Bangladesh by Ahmed and Braithwaite (2006).
Procedure
The aim of the study was explained to the school autho-
rities and they were asked permission to have access to these 
schools. Once this permission was granted, informed written 
consent of the students’ parents was requested. Finally, the 
voluntary participation of students was sought guaranteeing 
the confidentiality of the information they provided.
To analyze the psychometric properties of the ins-
trument, evidence of the following processes was esta-
blished: (a) content validity by experts’ judgment, (b) 
construct validity through exploratory and confirmatory 
factor analysis with different samples, (c) criterion va-
lidity through its ability to distinguish between groups 
of students with and without bullying reports, and (d) 
reliability, determined by the scores’ internal consistency. 
Statistical analysis of data was performed with support 
of SPSS. AMOS 22.
RESULTS
Evidence of the psychometric properties of the scale 
scores is presented including reliability (Cronbach’s Alpha), 
construct validity (exploratory and confirmatory factor) and 
criterion validity (comparison of scale scores of students 
with and without reports of bullying).
Reliability
 Through Cronbach’s Alpha, correlation of items with 
scale scores was determined (see table 1). The items co-
rrelation was higher than .30, so it was decided to include 
them in the analysis (De Vellis, 2012).
Table 1.
Reliability by Items of the Adapted Questionnaire MOSS-SAST
Items Item scale correlation
Would you feel ashamed of yourself? .69
Would you wish you could hide? .63
Would you feel ashamed of yourself for what happened? .71
Would you think that others will reject you? .68
Would you feel that you should try to fix the situation? .60
Would you be unable to decide if you were guilty? .35
Would you feel others are to blame for what happened? .50
Would you feel wanting to take revenge [on that student]? .41
Would you feel wanting to throw or kick something? .31
Would you feel angry when this situation occurs? .39
28 VALDÉS CUERVO, MARTÍNEZ, WENDLANDT AMEZAGA, RAMÍREZ ZARAGOZA
The scale’s reliability evidence was established by 
analyzing its internal consistency through Cronbach’s Alpha, 
which showed that in general, as well as in the subscales, 
the instrument has an acceptable reliability (see table 2).
Table 2.
Reliability of the MOSS-SAST Adapted Questionnaire 
Factors Cronbach’s Alpha
Recognition .84
Displacement .80
Global .82
Construct validity
Exploratory factor analysis. An exploratory factor analy-
sis was performed with the Oblimin rotation method (delta 
equal to zero) and extraction of maximum likelihood. Data 
showed a good fit for this type of model which was evident 
in the significance of Bartlett’s sphericity test (c2 = 7323.5, 
p < .001) and Kaiser-Meyer-Olkin’s value (KMO) of .81 
(Cea, 2004; Martínez, Hernández, & Hernández, 2006).
As inclusion criteria for these items, it was considered 
they ought to have a load factor of .30 or higher and that 
these values would only be observed in one of the factors, 
which indicates the theoretical strength of the item (Hair, 
Anderson, Tatham, & Black, 1999; Martínez et al., 2006). 
The item: Would you be unable to decide if you were guilty? 
was removed since it presented high factor loadings on two 
factors which is an indication of poor conceptual clarity or 
comprehension difficulties (Cea, 2004).
The remaining nine items were grouped into two fac-
tors and together explained 80.8% of the variance of the 
instrument’s scores. The first factor, composed of five 
items, explained 50.6%, and the second, consisting of four 
items, amounted to explain 30.2% of the scores’ variance 
(see table 3).
Table 3.
Results of the MOSS-SAST Adapted Questionnaire Factor Analysis 
Items
Factorial charge
F1 F2
Would you feel ashamed of yourself? .951 .231
Would you wish you could hide? .945 .201
Would you feel ashamed of yourself for what happened? .974 .252
Would you think that others will reject you? .864 .261
Would you feel that you should try to fix the situation? .877 .270
Would you feel that others are to blame for what happened? .280 .678
Would you feel wanting to take revenge [on that student]? .146 .904
Would you feel wanting to throw or kick something? .175 .922
Would you feel get angry when this situation occurs? .205 .776
Confirmatory factor analysis. From the results of explo-
ratory factor analysis, a measurement model for the construct 
“handling of shame” was proposed in which the presence of 
two factors negatively correlated was established (see figure 1).
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Figure 1. Theoretical model for the adaptation of the MOSS-SAST adolescents’ scale. 
The method of Maximum Likelihood estimation was 
used to determine the goodness of fit of the empirical 
model. It obtained a satisfactory overall fit because the 
c2 had a value of 5.16 with an associated p-value of 3.271 
so it can be said that there are no statistically significant 
differences between the observed variance-covariance 
matrices versus the ones predicted by the model. Mo-
reover, the various adjustment indices analyzed were 
all suitable (CMIN = 1.29; GFI = .98; CFI = .99; NFI 
= .97; RMSEA = .05) which implies that the proposed 
model is empirically sustainable (Blunch, 2013; Cea, 
2004; Figure 2).
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Figure 2. Empirical model for the adaptation of the MOSS-SAST adolescents’ scale
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Criterion validity
In order to show this type of validity evidence it 
was verified whether the instrument differentiated 
between students with and without reports of bullying. 
The tool developed by Valdés and Carlos (2014) was 
used to measure bullying reports. It consists of nine 
items assessing the various types of violence (physical, 
psychological and social). These were answered using 
a Likert scale ranging from 1 (Never), 2 (Almost Ne-
ver) (once or twice a month), 3 (Sometimes) (three to 
four times a month), 4 (Almost always) (five to seven 
times a month) and 5 (Always) (more than seven times 
a month). The authors reported measure reliability with 
Cronbach’s Alpha of .87.
To identify subgroups of students with and without 
reports of bullying, the criterion proposed by Solberg and 
Olweus (2003) was used. According to it, the presence of 
three or more reports of violence acts toward peers during 
the last month led to consider a student as aggressor. Based 
on this criterion, 69 (9.8%) students with reports of bullying 
were identified. From the group that reported no bullying, 
a subsample of the same size as the one of the aggressors 
group was taken randomly, to strengthen the results of 
comparisons between the two subgroups.
A t-test for independent samples was used to compare 
the scores resulting from the factors Acknowledgment and 
Displacement of shame between the two subgroups. It was 
found that there were significant differences in the scores 
of students groups with and without reports of bullying 
in the two factors assessed. The analysis revealed that the 
average scores were significantly lower in recognition and 
higher in the group that reported bullying. The analysis of 
the extent of the effect size leads to the conclusion that the 
difference detected between the two subgroups of students 
in the two factors assessed is of medium magnitude (Cár-
denas & Arancibia, 2014; table 4).
Table 4.
Comparison of Students with and without Bullying Reports on Acknowledgment and Displacement Shame
Factors Bullying reports M DS gl t p Cohen’s d
Acknowledgment
Without reports 3.34 .75 137 3.15 <.001 .54
With reports 3.02 .38
Displacement
Without reports 2.38 1.16 137 -3.73 <.001 .64
With reports 3.26 1.57
Note: * p <.05. ** p <.01. ***p < .001.
DISCUSSION
It is concluded that adaptation of the MOSS-SAST 
questionnaire (1999) to measure management of shame in 
Mexican adolescents is empirically sustainable. Obtaining, 
by confirmatory factor analysis, a measurement model of the 
construct consisting of two factors (Acknowledgment and 
Displacement) negatively correlated, coincides with what 
other studies have reported  about the instrument (Ahmed, 
1999; Ahmed & Braithwaite, 2006) and supports the exis-
tence of an invariant factorial structure of the questionnaire.
The findings reaffirm the theory that, in embarrassing 
situations, individuals can either recognize this emotion - 
which means accepting the error and attempting to repair 
it - or possibly displace the shame, blaming others for the 
situation and/or getting angry to themselves for having 
been found when engaging in it (Ahmed, 1999; Ahmed & 
Braithwaite, 2004; Åslund, Starrin, Leppert, & Nilsson, 
2009). Acknowledgment of shame means that students 
perceive their aggressive behavior towards peers as a 
negative act for their moral identity, which also generates 
feelings of guilt, thereby decreasing the likelihood that 
this aggressive behavior will be repeated (Arsenio, 2014; 
Braithwaite & Braithwaite, 2001; Harris, 2001).
Moreover, the usefulness of the instrument was confirmed 
since, according to the findings of other studies (Ahmed & 
Braithwaite, 2006; Menesini & Camodeca, 2008; Olthof, 
2012; Pontzer, 2009), the scale managed to differentiate 
between groups of students with and without bullying re-
ports. This proved its value as a tool in the investigation of 
both, management of shame and identification of aggressors 
or students at risk for this type of behavior. Nevertheless, 
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undoubtedly, more studies are necessary on this matter. 
Shame acknowledgment means that children perceive their 
aggressive behavior in terms of moral responsibility, which 
is expressed in feelings of shame and guilt that are in turn 
powerful regulators of their moral behavior (Menesini, 
Palladino, & Nocentini, 2015). However, displacement is 
associated with moral disengagement, which disables moral 
control and justifies negative behavior (Bandura, 2002).
     Having validated instruments to measure the mana-
gement of shame facilitates the advancement of research 
related to the role of emotions in moral development, 
particularly in the understanding of peer violence, which 
proves to be a fruitful comprehensive framework for this 
problem (Eisenberg, 2000; Hinnant, Nelson, O’Brien Keane, 
& Calkins, 2013). 
An additional contribution of the study is having ob-
tained a scale that, in addition to its robust psychometric 
properties and being able to explain a very high portion of 
the construct’s variance (80.8%), was less extensive than 
the original version (Ahmed, 1999). This makes it a more 
parsimonious version which in turn means, among other 
things, reduced workload for researchers and participants 
who respond the instrument. All of this enables a faster 
administration and an easier interpretation.
It is concluded that this version of the MOSS-SAST 
questionnaire is an instrument that can be used in the 
investigation of the construct in question in Mexican 
adolescents. However, a limitation of the study is that it 
focused on middle-class teenagers, so it is necessary to 
investigate the factorial invariance of the scale in other 
cultural contexts and adolescents who are out of school, 
in order to extend its potential for use in different contexts 
and cultural conditions. 
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